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CHAPTER I 
THE PROBLEM AND DEFINITIONS OF TERMS USED 
Within the last few years a difference of opinion 
has existed regarding the effectiveness of the "traditional" 
reading program in Adams Elementary School, Seattle, Wash-
ington. Opinions vary regarding basal reading and ability 
grouping, as compared to the somewhat newer method of indi-
vidualized reading. This paper presents an experimental 
study of the two reading programs in the sixth grade as a 
means of determining which program produces the greater 
progress in comprehension, quantity, and word meaning. 
I. THE PRO BLEM 
Statement of ~ Problem 
It is the purpose of this paper (1) to study the 
individualized reading group and the basal reading group, 
as to their progress in comprehension, quantity and word 
meaning; (2) to compare the two groups to see which group 
produces the greater amount of progress in comprehension, 
quantity, and word meaning; (3) to compare the amount of 
progress of the boys as to the progress of the girls in 
comprehension, quantity, and word meaning; and (4) to com-
pare the amount of progress of slow, average, and fast 
readers. 
It is the intent of this study to test the null 
hypothesis that there are no differences between basal 
reading and individualized reading progress in compre-
hension, quantity, and word meaning. 
Importance of the Study 
Basal reading, or ability grouping has been the 
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only technique in the Adams School sixth grade for the 
teaching of reading the last few years. There are, how-
ever, other techniques used in other schools with a great 
deal of success. One of them is individualized reading. 
Studies and some research in the field of reading propose 
various opinions as to the value of individualized reading 
as compared with basal reading. The cases that were studied 
revealed a variety of results when individualized and 
basal reading were compared with each other for progressive 
measures. 
In this study an attempt is being made to evaluate 
the progress of the two reading groups, individualized and 
basal, in comprehension, quantity, and word meaning, to 
determine which of the two groups will make the greatest 
progress, and to see which of the two techniques would be 
more beneficial for the student in the reading program. 
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II. DEFINITIONS OF TERMS USED 
Individualized Reading 
Individualized reading is provided in a daily 
reading period with continual instruction by the teacher. 
There is concern for skill development and there are 
opportunities provided to read to the teacher and to the 
class. The method of self-selection is used for acquiring 
books to read. The books chosen are based on the interest 
and grade level of the individual child. 
Basal Reader 
A basal reader in this study is a systematically 
developed textbook, designed for a group of youngsters on 
the same approximate level of reading ability. The book 
provides for a systematic attempt to teach children to 
read by giving them daily instruction in reading, controlled 
vocabulary, skills common to all reading situations, and 
for an increase in difficulty of reading skills in logical 
and sequential steps for each successive stage of reading 
development. 
Ability Grouping 
Ability grouping is the process by which children 
of common levels of reading, abilities, and needs are 
4 
placed in a common or similar group to further the levels, 
abilities and needs in the reading program. The term ability 
grouping has also been called group reading: the reading 
of basic reading texts at a particular reading level. 
Ability grouping and group reading have also been known 
as homogeneous grouping. This particular type of grouping 
is usually based on reading achievement, intelligence 
scores, and age. A purely homogenous group consits of one 
specific and definite criterion that will not change 
while the group is together. 
Slow Readers 
For the purpose of this study, slow readers are 
those pupils who are reading two or more grade levels 
below the sixth grade level of reading. These students may 
also be classified as remedial readers and have had previous 
remedial instruction, but are not receiving directed 
remedial reading instruction this year. 
Average Readers 
For the purpose of this study, average readers are 
those pupils reading within the sixth grade range of read-
ing, grades five, six and seven. 
5 
Fast Readers 
~ --~~-
For the purpose of this study, fast readers are 
those pupils reading more than two grades above the sixth 
grade level of reading. 
Comprehension 
This means the act or power to understand paragraph, 
sentence, and some word meaning. It may include literary 
comprehension, ability to see relationships of ideas, and 
the ability to formulate conclusions from the passage 
read. 
Word Meaning 
This means the understanding of what a certain 
vocabulary word means in relation to the rest of the 
sentence. It may also mean the different meanings of a 
certain vocabulary word out of context. 
III. LIMITATION OF THE STUDY 
The number of students in the study seriously 
limits the value. This study is made only for the purpose 
of achieving some indications as to the value of one 
reading program over another at Adams School. 
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The effect of reading done in the curricular areas 
outside of the reading class is immeasurable. All students 
in the basal group and individualized group were subjected 
to the same programs in those areas. Also, the reading done 
in magazines, newspapers, and comic books was not controlled. 
It is believed, however, that reading done in one group 
will approximate the reading done in the other. 
There were no attempts to limit or control the 
variances in socio-economic status, health, and vitality, 
home background, or emotional stability. It is recognized 
that each one could affect reading growth individually or 
collectively. 
CHAPTER II 
REVIEW OF THE LITERATURE 
Within the last few years, different methods of the 
teaching of reading have been employed throughout various 
schools across the country. Much has been written about 
the affects of basal reading and individualized reading. 
In some cases the two were compared and different results 
were found. It is not the case in this study to challenge, 
or attack, either one of the two methods being studied, 
but to examine the one which would best facilitate the 
reading program in the sixth grade at Adams School. 
I. HISTORY OF READING IN THE UNITED STATES 
The beginning of individualized instruction in the 
United States may have begun as a result of our democratic 
emphasis upon the value and worth of the individual. Smith 
stated: 
It is interesting to note, that at the very begin-
ning of reading instruction reading was taught exclus-
ively on the individual basis, not as a matter of 
philosophy but as a matter of expediency. 
She continued by saying: 
There were no schools or classrooms or classes. 
Each child was taught as an individual by a tutor, or 
some member of the family (30:527). 
In the early "dame schools" each child was taught indivi-
dually and progressed at his own rate. As mass education 
became a part of our system, it became necessary for one 
teacher to teach large groups of pupils. The monitorial 
system was imported from England and adopted as a method 
of teaching these large groups. 
The basal reader originated in America out of a 
desire to teach all citizens to read (37:2). The widely 
used New England Primer, by Benjamine Harris, reflected 
in 1690 the assumption that the knowledge of letters was 
the basic idea in successful reading. About 1780, Noah 
Webster's ~~Speller appeared and presented words 
according to their length, from one to six or seven 
syllables. Also included were short sentences and fables 
and a unified pronunciation system. The book continued 
to be widely used in some schools as a text until 1900. 
There was a concern for methods of instruction 
about the middle of the 19th Century; therefore graded 
series of books of an unmistakable method were published. 
The best known of these books were the McGuffy Readers, 
and they soon became popular for several decades. This 
series employed the alphabet method because it was still 
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assumed by many people that knowledge of the alphabet was 
essential to the perception of words. Somewhat later 
Horace Mann urged the use of books which depended upon a 
knowledge of phonograms or basic words. This method, 
however, failed to entirely take the place of interest 
in the alphabet. 
Witty (36:296) noted that about 1870, phonic word, 
and sentence methods were advanced in several texts. This 
helped to secure more meaning and understanding of words 
rather than mechanics of reading. This newer method 
stressed more emphasis upon words and larger units. A 
basic stock of phonics was learned, and the ear was trained 
to identify symbols before reading was attempted. Thus 
phonic training has persisted through the centuries and 
is still recommended by many basic text book makers. 
In a period between 1880 and 1918, there was an 
emphasis upon the use of literary and historical reading 
materials. Adams (1:51) said, "The aim of reading at 
this time among an influential group of educators was to 
promote a permanent interest in literature." This method 
was developed by the German philosopher, Herbart. Adams 
(1:51) continued to say: 
The effect of this emphasis was beneficial to the 
extent that children now acquired an aquaintanceship 
with the classics and in many schools substituted 
'reading for meaning' for the old 'oral reading with 
gestures' (1:51). 
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Another group of educators during this same time 
used an opposite extreme. They relied upon the sole use 
of word method in which children would learn a stock 
of words by sight with little or no method of attacking 
new words independently. 
Strauffer stated, however, that: 
As long ago as 1888 educators were vehemently de-
nouncing the lock-step method of instruction. Lock-
step meant that all pupils in a class, as one, were 
required to move forward at the same rate, in the 
same books, mastering the same amount of material to 
the same degree of thoroughness (31:375). 
It was also pointed out that small groups, quickly 
formed, were best to stimulate the turning over of ideas 
in the mind, and seeing their significance and relation-
Ships. 
A major factor in the growing awareness of indi-
vidual differences was studied by psychologists such as 
Cattell in this country and Binet in France. At the end 
of World War I, group intelligence and achievement tests 
were used in schools during the early 1920's. During this 
same time, a new emphasis was developed and silent read-
ing emerged in a number of young Americans reading habits. 
The opposite extreme, oral reading, was to blame. This 
was found in the Army Alpha tests used by American 
servicement whereby many of the soldiers had inferior 
silent reading habits. Oral reading was thereby swept 
out of some school systems. 
The two decades which began with 1920 brought 
changes in education more so that any time previously 
in American history. The technology and machine age 
affected every institution and modified the strong-
holds of tradition. New educational objectives were 
devised, as well as a change in educational philosophy 
and practices. Witty commented: 
Between 1920-1929 the most memorable change 
was an emphasis upon the scientific method, 
•standardization' and 'objectivity.• The 
curriculum was built scientifically so as to 
meet the •stereotyped' child at a certain age 
(J6:J-4). 
Individualized instruction flourished as well 
as grouping children as to their alleged similarity 
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in educational needs and ability to progress in school. 
There was also growing interest in dynamic psychol-
ogy. Harris (16:17) said, "Psychologists became 
interested in problems of motivation and began to study 
the interests of children." One fact found was the very 
wide range of individual likes and dislikes found among 
children of any age. Educators then attempted to 
utilize this information in schools and moved in a 
direction of finding activities to suit the interest of 
the individual child. 
Individualized reading, therefore, was not a 
new idea. During the middle 1920's, Lou La Brant 
explored the values of free reading programs in a 
high school connected with Ohio State University. 
About the same time, Carleton Washburne began 
introducing individualized teaching methods into the 
public schools of Winnetka, Illinois. 
Harris stated: 
By the end of the 1920's there were several 
important contributions to this topic. The 1928 
annual yearbook of the National Elementary 
Principal contained brief descriptions of several 
programs which were essentially individualized 
reading programs (16:171). 
Such authors as Luella Cole, Paul Witty, David 
Kopel, and Willard Olson wrote about the values of 
individualized reading programs; however, soon after 
the 1930's, the individual plan died and the three-
group organization was used generally throughout the 
United States. Later, during the 1940•s, very little 
was written or even done on individualized reading. 
Sometime during the forties and the fifties, 
teachers broke away from the whole-class pattern for 
reading instruction. Arranging children in a class 
into three groups became a common practice; however, 
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it became evident that what was happening was merely 
the replacement of a whole-class lock-step with a 
three-group lock-step. Stauffer stated: 
Much of the effort toward grouping resulted 
from the advent of standardized tests, increased 
knowledge of individual differences, and the 
expanding supply of materials. Accordingly, 
practices were modified so that the good readers 
could move ahead in a book while the slow ones 
were allowed to drop behind and move slowly 
in the same books (31:376). 
Publishers of basic readers tried to provide 
the answers by providing more workbooks. Next, they 
added two basic books at a level beyond first grade, 
and five books for first grade. This in turn led to 
the practice of bringing into the classroom a 
supplementary basic reader to be used by the third, 
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or slow group. Now the three groups were provided with 
materials; but the teachers rigorously following plans 
outlined in Teacher's Manuals, found themselves 
trapped even more completely than before. They could 
not do the things recommended and meet each group 
once a day. 
Yoakam stated: 
Today a reader ~extboo~ reflects the prevailing 
belief in a balance between oral and silent reading, 
it uses a whole-part-whole method in teaching of 
word recognition, and it emphasizes the importance 
of reading for meaning from the very first. The 
modern school reader reflects the current know-
ledge of the reading process and an enlarged con-
cept of the function of reading in the educational 
process (37:3). 
The basic idea of individualized instruction of 
today differed from the individualized instruction of 
the twenties. Smith reported that: 
The earlier plan was subject oriented. Each 
child was given subject matter assignments, and he 
was permitted to progress as fast as he, person-
ally, could complete an assignment. The present 
plan is child-psychology oriented, utilizing par-
ticularly Dr. Willard Olson's theory of seeking, 
~-selection and pacing. Thus the child seeks 
out and chooses the book he desires to read, and 
paces himself (30:529}. 
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II. ADVANTAGES OF ABILITY GROUPING 
AND BASAL READERS 
15 
"Since differences in reading ability within classes 
are here to stay," related Harris (16:137), "we must adjust 
our instructional program to these differences through 
grouping within a classroom;" the most usual grouping is 
three. Russell (27:332) noted that most teachers believe 
that with three groups they can plan work which will fit 
the present reading achievement, the interests, and the 
potential reading growth of individual pupils more than with 
one or two groups. Reading achievement, therefore, is the 
usual method in grouping. Adams (1:224) said, "By dividing 
the class into three groups with ten or twelve children in 
each group, a -small enough social unit is formed for effec-
tive use." 
The pupils entering the intermediate grades will vary 
widely in reading abilities. In a fifth-grade class, the 
poorest reader may be reading on the average second-grade 
level, and the best reader may be reading comparable to a 
first year high school student. The other students may range 
from a third to an eighth grade level. Because of such 
extensive differences in the reading abilities, it is quite 
helpful to group students so as to teach to common difficulties 
of the members of the class. 
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McKee stated: 
It must be understood that all grouping of pupils is 
to be tentative in the sense that any pupil may be moved 
from one group to another as his achievement or deficiencies 
warrent such transfer, and that the teacher must make 
instructional adjustments within each group in order to 
care for the needs and deficiencies of the individual 
pupil (24:353). 
Groups, therefore, should also be constructed ac-
cording to difficulties in reading, special interests, special 
activities, and areas of need for certain students to improve 
basic techniques in reading. 
Another idea as to the best method of grouping is 
stated by Edwards (11:16). She said: 
Today, best practices encompass a child-centered, 
step-b::·-step program for pre-reading, right through 
the grades, and even into secondary school, with ability 
grouping by class or section. 
Edward Dolch (8:167) continued by saying, "Group 
reading is not 'just reading•. It is teaching by the teacher. 
It is 'teacher help' reading." Whatever kind of grouping 
is used, there are ways of making that grouping serve the 
children in the best possible way. 
The question of which grouping method was the best 
was answered by Dolch (8:171). "Obviously, there is no best 
method for everyboc.y e ' 1~:cywhere. The best method has to be 
chosen by individual teachers for individual groups of chil-
dren in individual schools.•: 
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Some advantages of grouping classes are mentioned 
by Alvin Broido (5:67-69) in respect to the grouping of 
similar achieving pupils for reading in a multi-class 
grade: 
1. Most classes would require one group, and no 
class would have more than two. 
2. The rapid, highly-skilled reader would be pro-
vided with an enriched curriculum which would 
open to him the great world of literature. 
3. The poor reader would gain strength from a teacher 
who was unhurried, patient, aware of his needs; 
he would respond to a program that would en-
courage greater effort and step-by-step success. 
Group-type activities are more familiar by teachers 
than any other method of teaching reading. The boundaries 
of a group-type directed reading activity are listed by 
Russell Stauffer (31:378): 
1. Pupils are grouped for instruction on the basis of 
reading appraisals that have placed them at about 
the same instructional level. 
2. All pupils in a group read the same basic reader 
story at the same time under teacher direction. 
3. Purposes for reading are declared by the pupils. 
At times all may read to accomplish the same 
purposes. At times two or three in a group may 
have the same purposes. In the group rests the 
authority to discipline each pupil's conjectures 
by reference to the facts at hand in the story. 
Each pupil is encouraged to have the strength of 
his convictions until proven right or wrong. 
4. The purposes declared reflect the pupil's ability 
to use information provided by the total story 
context to conjecture, to reason, and to evaluate. 
The purposes also reflect each pupil's ability to 
make discriminate use of his experiences, interests, 
and language abilities. 
l 
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5. Answers found are reported to and discussed with 
the group. Again with the group rest the 
authority to accept or reject. Lines in the story 
may be read orally to the group to prove points. 
6. The teacher directs the reading-thinking process 
by use of provacative queries such as, "Why do 
you think so?" "What will happen next?" She 
stands by during the silent reading to give help 
as requested with word-attack needs and in clar-
ifying meanings. She does not teach so-called 
new words or concepts in isolation before a story 
is read. Since she is using material that is 
structured according to controls of vocabulary, 
new concepts and interests, she allows her pupils 
to put to work the word-attack skills and compre-
hension skills that they know. One of the chief 
reasons why basic readers are carefully structured 
is to permit pupils to use skills learned in a 
situation where the demand of the material will not 
frustrate them. 
?. Fundamental skill training in word attack and in 
comprehension is provided as prepared in a sys-
tematized studybook program. Some pupils do all 
of the activities, some do most of them, some do 
only a few. 
8. Additional skill activities are suggested in an 
accompanying manual. In addition, the manual 
defines a variety of methods for directing the 
reading-thinking process for each story. 
9. Recommendations are given in the manual for related 
follow-up activities subsequent to the reading of 
the story. 
10. Other stories are recommended to be read either in 
school or at home. 
The basic reading instruction consists of basic 
readers, associated supplementary readers, and workbooks. 
Miles Tinker (32:243) said: 
Such basic materials should provide a well-rounded 
and balanced program of reading abilities which will be 
a firm foundation for several types of reading in the 
intermediate grades. 
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In any given situation, the amount of stress placed 
upon the basic reading series must be related to what pupils 
need and the overall organization of the particular school 
system. Experience reveals that most children in these 
grades seem to profit by instruction which leans upon a 
considerable use of the basic series. 
Duker and Nally (9:63064) described a set of basic 
readers as "the backbone of a system of instruction." The 
editoral content of each of these readers, which range from 
pre-primers to readers suitable for seventh- and eighth-
graders, is subjected to the most careful scrutiny. A 
sequence of difficulty must be observed. The words used 
are selected with discrimination. The number of new words is 
carefully controlled and each reader makes full use of the 
words introduced in the earlier readers of the series. An 
effort is made to see that the content of each reader is 
interesting to the appropriate age level of the average child 
using it. Cover, illustrations, and general typography 
are all made as attractive as possible. 
Additional advantages for having a basic reading pro-
gram were listed by Kathleen Hester (18:297-98): 
1. Psychological data indicates that children grow in 
reading power in systematic sequences. 
2. The basic reading program provides for continuity 
of growth and minimizes the possibility of in-
structional gaps or overemphasis. 
J. The basic reading instruction reflects current 
theories in education. 
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4. The material in the basic reading series today is 
adapted to the theory of continuous child growth. 
5. They develop a wide variety of skills. 
6. There is a provision of common experiences as well 
as provision for individual differences. 
7. Different types of reading materials are included, 
both work type and recreational. 
8. The basic series gives the foundations for reading 
in all fields. 
Adams, Gray, and Reese (1:222) stated that basic 
readers promote these ideas for reading: 
1. To continue to develop the abilities and skills 
needed by children in understanding and inter-
preting what is read. 
2. To guide the children to develop satisfying and 
broadening reading interests and tastes. 
J. To help each child attain improvement in vocabulary 
control and fluency, increased speed, etc. 
4. To aid each pupil in developing effective habits of 
silent reading, whether of the study or recreational 
type. 
5. To provide for motivated practice in high quality 
of silent and oral reading. 
"Within recent years," stated Russell (27:104), basic 
readers have been changed and improved in context, format, 
and mechanics of writing perhaps more than any other school text." 
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The general modern basic text, as viewed by Russell 
is constructed on four main principles (27:105-6): 
1. It provides continuity of growth in reading skills, 
habits, and attitudes by means of a carefully 
graded series of reading materials. 
2. It provides for a wide variety of reading activities. 
J. It provides a complete organization of reading ex-
periences. 
4. It provides for a worthwhile content of ideas. 
The teacher plays an important role in presenting 
the basic series. Her attitudes reflect upon the children 
in their use of the books. Guiding the students through 
the basal series provides for these advantages as noted by 
Russell )27:170): 
1. Increased skill in word recognition. 
2. Development of a larger meaningful vocabulary. 
3. Improved oral reading. 
4. Growth of various comprehension abilities. 
5. Increased skill in the use of books containing var-
ious types of subject matter. 
Many basic readers are better adapted to literature 
experiences than other type of reading. With a large class 
and a wide variety of learning activities to be planned each 
week, many teachers are grateful for the carefully graded and 
rich variety of reading experiences provided in a good basic 
series. Most groups of children seem to profit by the direct 
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teaching activities offered in the basic series. 
Albert Harris (16:136) summed the value of basal 
texts to the teacher by saying: 
Basal readers, teacher's manuals, workbooks, when 
used intelligently, critically, and professionally, 
offer a program for instruction with sequence and scope 
which is unparalleled by other approaches. 
Results of research in education and psychology 
supporting basal readers were noted by Yoakam (37:7). 
He listed these conclusions: 
1. Learning of skills need systematic guidance and 
practice. 
2. Basal instruction in reading is essential to es-
tablish skills which make learning by doing 
possible. 
3. Practice is always more affective than trial 
and error. 
4. It is impossible for the teacher to achieve 
carefully controlled vocabulary and planned se-
quences through the use of experiences based 
upon community life and the selection of reading 
material from sources other than those which are 
carefully written and planned for children. 
5. Over two hundred years of experience is behind 
basal instruction which goes back to the horn-
book and the religious primer of the Middle Ages. 
Some other results of research in child development 
may be related to the reading program of the elementary 
school. The findings of this are pointed out by Russell 
(27:67-68): 
1. Children's development of reading abilities is 
continuous and gradual rather than inter-
mittent and saltatory. 
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2. Most children go through the same patterns of 
development with an orderly emergence of read-
ing abilities. 
3. Although development is orderly, it may proceed 
at different rates at various times. 
Since reading differences are going to be expected 
in each classroom, and since basal texts are made to 
facilitate a strong reading program aimed at differences, 
but also common interests, there would be much a teacher 
could do to promote a successful and flexible program of 
reading in her class if she made herself available to the 
materials at hand. Today, these materials are quite 
plentiful and up-to-date, so thereby permitting the 
individual teacher to choose the most favorable series 
for the individual class. There are many advantages, as 
was pointed out, of grouping and using a basal text, 
but these advantages can only become a reality if the 
teacher accepts a positive attitude towards them. 
III. DISADVANTAGES OF ABILITY GROUPING 
AND BASAL READERS 
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A few of the disadvantages of basal readers are 
pointed out by David Russell (27:107) author of some 
basal readers. He claimed these are the dangers of 
the technique now being used: 
1. Children cannot profit by the same book of a 
basic series. 
2. Basic readers cannot adapt to community environ-
ment and news events. 
3. Basic readers are used apart from the rest of 
the school program. 
4. Basic readers may not provide all reading situ-
ations needed by some children. 
Dr. Russell emphasized, however, that basal readers can 
be used in the individualized program. 
Other drawbacks of the basal reader were pointed by 
Darrow and Howes (6:2). They said that there was an 
over-reliance of the basal series, and skills presented 
in the books are not always needed for all students. 
Many of the series do not coincide with reading level 
abilities, and the manuals give excellent ideas for 
teaching of skills, but they cannot judge pupil readiness 
for such skills. 
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Too many teachers rely on the basal reader manual, 
thus initiating the teaching of reading by the book 
instead of the teacher. Hymes, according to Veatch 
(33:15), related that basic readers lack appeal which 
is the main reason for reading in the first place. The 
readers were not true to life because they portrayed 
just the upper-middle class society. It does not por-
tray the child's own socio-economic level in most cases. 
The greatest mistake or flaw of the teacher's manual 
is the fact that it assumes all children at a given level 
must have the same weaknesses and reading abilities. 
Rudolf Flesch {12:90-91) attacked the group method 
because that type of reading became too repeated. The 
children began reading words instead of the story, and 
the story lasted only a few pages then continued the next 
day. Flesch also said that some children read always 
what the teacher wanted them to read. There was then 
too much teacher help and too much ritual in the basal 
reader. 
Darrow and Howes (6:2-3) listed the main com-
plaints of teachers concerning basal reading and 
ability grouping: 
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1. Reading abilities among children varied so much 
that it was unrealistic to put them in groups. 
2. There was a problem of a fast reader and slow 
worker and what group to put him in. 
J. There was the problem of the child outdoing or 
getting left behind or tying to beat his own 
record. 
4. There was a problem of the teacher trying to get 
the child to do outside reading when they read 
basic readers. 
Betts (4:18) said homogeneous grouping is fiction; 
no two people are alike and the groupings are too syste-
matic. However, Veatch (33:7) noted that children can be 
grouped homogeneously on the basis of one specific skill, 
or a part of a skill, or an isolated deficiency to 
improve the deficiency. This would be functional group-
ing for a defined purpose. She still related that basic 
reader grouping is usually based on reading achievement, 
intelligence score, and age. There were altogether too 
many criteria for grouping in the last case. Some ex-
amples of strict homogeneous groupings would be interest, 
subject, work or study groups, and help on phonics, 
phrases, etc. Therefore, a purely homogeneous group 
consists of one specific and definite criterion that will 
not change while the group is together. 
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IV. ADVANTAGES OF INDIVIDUALIZED READING 
Since the basal program has been used a number 
of years at Adams School, the progress of the pupils 
may have been altered by the ability grouping. However, 
since the individualized program was being tried, these 
advantages, as stated by Professor Arthur Heilman 
(17:122-23), may give an insight as to the best method 
to use in the reading program at Adams School: 
1. Self-selection promotes interest and is a good 
motivating factor for reading. 
2. Classroom management is easier with little 
discipline problems. 
3. It is easier to meet individual differences. 
4. A greater amount of reading is done. 
5. There will be an increase of teacher-pupil 
relationships. 
6. The child reads at his own pace. 
7. There are no comparisons made with other children 
as in ability groups. 
8. The teacher can provide independent work habits 
and self-direction. 
9. Teachers become enthusiastic because of the wide 
range of materials. 
All children are different in' height, weight, 
coordination, behavior, traits, growth, and intelligence. 
Keliher {22:23) reported that homogeneous grouping is 
inadequate to meet these differences. Two children are 
usually never ready to be taught reading from the same 
book at the same time. They must have a chance to seek 
and select on their own. Veatch {33:7) stated: 
Seeking, self-selection, Emd pacing are inborn 
characteristics of man and animals. The best way 
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to meet individual differences is to meet each child 
individually. Self-selection, therefore, was a. 
breakdown of how to meet the individual, and it 
reduced teachers to drill phonics, word attack skills, 
and the use of context and picture clues. Individual-
ization overcomes this with motivation (33:7). 
Austin stated: "Teachers usually find that a flexible 
grouping plan and individualized instruction will provide 
adequately for the wide range of reading abilities within 
the classroom." He also stated: "The best plan, therefore, 
calls for a flexible classroom organization, small groups 
for special activities, and individualized instruction." 
One of the means of meeting this ideal plan is suggested 
by Jeannette Veatch: 
Approaches to motivation of reading: 
1. Tantalizing children by selling them a story. 
2. If a book is hard for them to find, give help 
in selecting one they might enjoy. 
3. Encourage the pupils to take books they like 
and the ones they can read. 
Individual seatwork in reading: 
1. Encourage self-preparation at the seat. 
2. Provide reading to self, then to the teacher. 
J. Help teach people to work independently. 
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Providing a planned sharing period: 
1. Promotion of books and book reviews so as to 
"sell" their books to the rest of the 
class. 
2. Promote interest in other books (33:20-26). 
Betts stated that "the greatest problem on educator's 
lists of improvement was meeting individual differences" 
(4:18-19). Out of this problem came grade classification 
and ability grouping between grades. These methods of 
teaching did not improve the problem of meeting individual 
needs, so something else was found, namely individualized 
instruction. 
When individualized reading was used in other 
schools across the nation, these effects on the child and 
his reading were listed in a study by Veatch: 
1. The gifted child progressed at his own rate. 
2. The slow reader was not publicly stigmatized and 
there was little reminder of failure. The slow 
reader worked with material geared to his needs, 
and if there were failures, they were private. 
J. Close personal interaction with the teacher served 
the child's psychological needs. The pupils 
found they were independent and they received 
more attention. 
4. Reading became easier, rapid, and skillful when 
the book was closely related to the child's 
interests. 
5. The child was not taught skills unless he needed 
them. 
6. Oral reading was promoted. In some cases, if 
the audience had heard the story, they became 
non-attentive; however, if the story was new, 
they became enthusiastic to read it. 
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7. It was found that children love to read when they 
can choose their own book. Reading then became 
its own reward (33:28-32). 
Other results of individualized reading were found 
by Darrow and Howes (6:18-23), and they stated that interest 
promoted discovery, and increased the quantity of reading. 
Pupils wanted to read at their own pace; therefore, an 
increase was also found in outside reading, and home 
reading by the poor readers, and it eliminated the "what's 
the use" attitude taken by the slower reader. Each slow 
reader worked independently and they worked out any problems 
on their own. A feeling of self-respect was instilled by 
means of sharing stories with others, and by greater 
teacher-pupil contacts. When analyzing mistakes of one 
child, the teacher would work with just that one individual; 
thus eliminating the holding back of the rest of the group. 
Competition was changed from not what group they were in, 
but what page they were on. There was also a shift from 
a particular reading level to the material read in a book, 
and a shift from ability to effort in reading. Teachers 
felt that there was a greater increase in teacher-pupil 
relationships because they felt "human" next to the child, 
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not an authority, and the control of the classroom 
diminished because there was more private work with the 
individual as a result of a better interest in reading. 
Teachers also observed a gain in reading power, and they 
were able to realize the strengths and needs of the 
students. Absenteeism did not result in the loss of 
progress. 
In this same study, one test result at a second 
grade level found that eighteen of the twenty-six students 
were reading above grade level, and the remainder were 
reading on grade level. Other facts found in the study 
were the limits of standardized reading tests, attitudes, 
habits of selection, and taste, for individualized read-
ing at all age levels, especially six, seven, nine, and 
ten-year-olds. 
Veatch (33:105-107) also noted many of the same 
results of individualized reading as was presented in 
the last study. She saw: (1) an elimination of pressure 
to meet group standards; (2) an elimination of emotional 
bloclcages and undesirable attitudes towards reading; ( 3) 
a greater efficiency of time; (4) the slow reader was 
getting results and the fast reader was enjoying reading 
more; (5) there was more reading for enjoyment; (6) an 
acceleration in reading speed; and (7) an increase of 
forty to eighty pages as compared with ten to twelve 
pages in outside reading. There was also an increase 
in reading during school of four texts and twenty-five 
books in a period of time from September to January. 
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These effects and results may not be ends in them-
selves, but they would provide an answer to which a method 
would be more beneficial. 
V. DISADVANTAGES OF INDIVIDUALIZED READING 
Although individualized reading has many advantages, 
this does not mean it is the perfect method to use in the 
teaching of reading. O'Conner (26:122) pointed out that 
individualized instruction in reading is not for the poor 
disciplinarian; the slothful teacher; or for the teacher 
who does not plan well. Instruction must be well organ-
ized. The teacher must have enough supplies and materials 
to provide for the entire class and have enough left over 
to provide for those who finish a book faster than others. 
In a small school, this would be very difficult to do. 
Since most reading is self-selection, there would be 
relatively few books available for an entire year for all 
readers. The class may find ample supplies to begin with, 
but towards the end of the year students would be forced 
to either read books they had read before, read books 
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that are not appealing for them, or read books that are 
not on their particular reading level. Supplementary 
reading material may also be at a premium such as paper-
back books, school newspapers, magazines, and basal texts. 
Basal texts may become non-appealing because of their 
short stories and which do not hold the interest of the 
student. 
During the reading period, the teacher must pro-
vide for a one-to-one conference with each student. In 
order to facilitate the rest of the curriculum, the teacher 
may find she either must leave out part of another sub-
ject for the day, or reduce the necessary time in meeting 
with the student. It has been suggested that the teacher 
meet with each student once a week, and if this is the 
case, she would find her daily schedule favoring more 
reading time and thereby omitting other needed and just as 
important subject areas. 
Along this same line,there would be greater pro-
blem involving a much larger class. Sam Duker (9:68) 
stressed that it is obviously much harder to provide for 
individual needs when classrooms are overcrowded, when 
physical space is at a premium, and when class enroll-
ments are swollen from their normal size. Here again 
the teacher would find a premium of time for the individual 
conferences. 
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For the inexperienced teacher or the teacher using 
the individualized method for the first time, classroom 
control would be a difficult issue to cope with. Edward 
Dolch (7:566) emphasized that since a teacher must, first 
of all, hold control of the behavior of her children in 
the room, many teachers are fearful that this method may 
hinder or make more difficult the teacher's problem of 
control. The teacher using this method of teaching will 
not always be assured that all children are reading. 
There will still be the few who are not interested in 
reading, wanting something else to do or creating dis-
tractions for the rest of the class. The teacher cannot 
expect the child to be given a book and read it, in 
similar fashion as the man leading a horse to water and 
expecting it to drink. 
A once-a-week conference will not always eliminate 
any difficulties in reading. Some students need far more 
personal attention than others and of course, the con-
ference is an opportune time for meeting some of the 
children's needs. But as Fay Adams (1:224) stated, "With 
each pupil reading a different book, there is literally 
not enough time for the teacher to give needed guidance." 
With all the variety and number of books available to the 
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student, it is an impossible chore to know each one by 
itself. The teacher could either read each book, which 
is an impossibility because of time, or do a very scanty 
job of quizzing a child on what they had read. Dolch 
(7:574) commented that there may be a loss of common 
content. Children do not get the sharing experience of 
ideas with others. 
Competition may be increased as far as reading the 
most books or the most pages in the class. A fast reader 
may accept this challenge, but the slow reader may resort 
to cheating in order not to be stigmatized as a slow reader. 
Dolch (7:571) again said that there may be a possibility 
of a child skipping pages, but it cannot be known for sure 
except during the conference period. Even during the 
conference period it may not be known if the teacher is 
not familiar with the story. 
Veatch suggested that "at the outset, children may 
need help in choosing their reading material wisely. They 
should be encouraged to choose a book they can read and 
one they will like" (33:19). The help or advice of the 
teacher seems to present a contradiction toward the method 
of individualized reading; the method or technique being 
self-selection, and seeking on one's own. 
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A problem for the teacher to face in an individual-
ized reading program is how to best meet the need of the 
child who is either a non-reader, or is reading two to 
three grades below grade level. It would be ideal to 
let him read a book he can read from, but what is to be 
done with classmates who taunt him for reading "baby" 
books? This situation in a group program would call for 
a basal reader, especially designed to help him correct 
any reading difficulties that he may have. There probably 
would be more than one student with the same difficulty 
so a group would need to be formed to best facilitate 
their problems. This, of course, would be contrary to 
individualism and the existing method of individualized 
reading. 
The results of research, which will be stated later, 
have caused a variety of opinions as to the worth of indi-
vidualized reading. Constance McCullough (2J:l6J) summed 
these opinions by saying: 
Research conducted so far shows the merits of indi-
vidualized reading as a total program has not been 
conclusive. Some studies have had no control groups 
at all to match the experimental. The control group 
has typically followed the very kind of reading pro-
gram where shortcomings had caused interest in ex-
perimentation. It would be interesting to know what 
the result might have been had the energy exerted upon 
the new course been spent to improve the existing 
program (2J:l6J). 
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Harry Sartain, according to Witty (35:213), found 
some factual conclusions from research on individualized 
reading. He stated these following facts: 
1. The individualized reading approach can be 
somewhat successful under certain circumstances. 
2. The successful teaching of individualized read-
ing requires especially competent teachers. 
3. The less capable students are less likely to 
achieve success in an individualized situation. 
4. Individualized reading does not allow adequate 
time for the setting of thought provoking pur-
poses, nor for the introduction of new vocabulary. 
5. The lack of a planned sequential skills program 
makes teachers uneasy about wholly individualized 
organization. 
6. Teachers using the wholly individualized approach 
are constantly pressed for time to provide the 
conference that pupils need. 
In conclusion, Alice Miel (25:4) suggested these 
disadvantages of individualized reading: 
1. Individualized reading is not a single method, 
with predetermined steps in procedure to be 
followed. 
2. Individualized reading is not a guarantee of the 
alleviation for either the child or the teacher 
of all the problems and pressures involved in 
reading instruction. 
3. Individualized reading does not eliminate group 
reading. 
4. Individualized reading does not support a laissez-
faire attitude towards instruction, in which the 
child merely does what he wants to do because he 
wants to do it. 
5. Individualized reading is no panacea for all the 
ills of teaching of reading. 
Taking into account all the advantages and disad-
vantages of basal and individualized reading, it was not 
the purpose to prefer one method to the other, but to 
become familiar with the literature so as to best facili-
tate a research project that would answer the question, 
which techique would best promote progress in reading. 
VI. INDEPENDENT TESTS AND RESEARCH 
There have been many tests given and research 
done on the results of individualizing of reading in 
certain schools across the country. These are only a 
few of the results from sample studies made. 
Aronow (2:86-91) set up a study in New York City, 
comparing individualized reading and ability grouping. 
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The purpose of the study was to measure growth in reading 
at the fourth and fifth grade level. Two groups were used 
in the study, ability and individualized, and the pupils 
were selected from various cross sections of population, 
environment, etc., in the city. At the beginning and 
the end the following tests were given: for I.Q., the 
Otis Quick Scoring MA. test, Alpha, Short Form, Form A, 
and for reading, the Metropolitan Achievement tests, 
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Primary II neading Test, Form s. These tests revealed that 
in a cross section of population, the individualized 
group of 351 students in fifty-two schools had a range of 
I. Q. of 67 to 129, and a reading level of 1.6 to 5.8+. 
The results of the study showed the individualized read-
ing class average was higher than the rest of the city. 
The difference between the means was large enough to 
indicate the existence of real, rather than a chance 
difference. After two years, the individual readers 
gained more in reading than the ability group in the 
test grades. 
In another study, Jenkins (19:6+) set up a program 
at the second grade in Los Angeles. The individual groups 
met with the teacher on a daily basis, thus providing 
greater teacher-pupil relationships. The control group 
(ability group) was set up on three ability groups and the 
texts were chosen by the teacher. Standardized tests 
showed self-selection produced significantly greater 
gains than did conventional reading methods in the area of 
reading vocabulary, reading comprehension, and total 
reading. The control group (ability) averaged 1.14 years 
in total reading gains while the experimental group (indi-
vidualized) averaged 1.41 years in total reading gains. 
In vocabulary growth, the control group averaged 1.09 years 
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as compared to 1.96 years in the experimental group. 
For comprehension, 59 per cent of the experimental groups 
gained two years or more, as compared to 24 per cent of 
the control group in the same range. 
In a study done by Joseph Acinapure, according to 
Vite (34:285), three experimental and three control 
classes in grades four, five, and six, in Farmingdale, 
New York, were compared over a ten-month period on the 
basis of achievement, interest and attitude. Children 
were matched on the basis of grade, a.ge, intelligence, 
numbers, sex, socio-economic level, and instructional 
reading pattern. Teachers were matched as to minimum 
points of graduate credit above the bachelor's degree, 
two years of experience with the grade they were to teach, 
general education, philosophy, willingness to enter the 
study, and satisfaction with their assignment as to 
control or experimental group. 
The results showed significant differences favor-
ing the experimental groups in (1) silent reading achieve-
ment; (2) total oral reading achievement; and (3) evidence 
showing superiority for either group in vocabulary devel-
opment or in positive attitudes toward reading. 
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Frances Cyrog, according to Vite (34:285-286) con-
ducted and action-research study by the changing staff of 
a seven-teacher school and its principal. Data were re-
corded for children in two primary classes over a three-
year period and for children in three intermediate classes 
for two years. 
Controls included (1) class size; (2) reading records 
of children from previous classes when taught under a 
systematic reading program; (3) willingness of teachers to 
enter the program; (4) individualized reading as a basic 
program for each class; (5) newness of teachers to indi-
vidualized reading program, with provisions for their be-
coming knowledgeable before starting the program. 
An attempt was made to (1) use the same standards 
of instructions previously; (2) put the same emphasis on 
reading; and (3) give the same measure of assistance to 
children. The results were as follows: 
1. Only a few pupils were reading more than a year 
below their grade level; many were reading above 
at every level. 
2. There was a close relationship between mental 
maturity and reading achievement, with a large 
enough percent of children reading above mental 
age placement to seem significant. 
3. Little difference existed between the pupils' 
comprehension and vocabulary development. 
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A study by Harry A. Sartain (29:277-281) chose ten 
second grade teachers in Roseville, Minnesota, alternating 
their classes for fifty-six weeks by teaching individualized 
reading and by an ability-grouping approach, using basal 
readers and supplementary books. 
The results showed statistically three parts of 
the results were neutral and one in favor of the control 
group. Other results were as follows: (1) all children 
in the top groups gained equal amounts; (2) children in 
the middle groups gained approximately the same; (3) all 
children gained more the first three months than they did 
the second three months regardless of the program; and 
(4) slower pupils made better progress in the control 
than in the experimental group although in each case 
more than three months progress was made for three month's 
time. 
The research discussed here by Patrick Groff 
(15:921-925) is ~ Three~ Longitudinal Study Comparing 
Individualized and Basal Reading Programs at the fr~mar.x 
Level: An Interim Report. (Milwaukie: Lakeshore Curri-
culum Study Council, 1965) The purpose of this research 
was to study for three years, the results of basal reading 
textbook programs and individualized reading programs. Data 
was collected at the end of grades one, two, and three for 
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343, 216, and 157 pupils and for 365, 270, and 240 pupils 
in basal as versus individualized programs, respectively. 
The major findings of the study indicated that "children 
in individualized reading programs show significantly 
better reading achievement than children in basal read-
ing programs." It was found, however, that the range 
of achievement for the basal group was significantly 
higher than for the individualized group. The basal group 
also read significantly more than the individualized 
group. No significant differences were found in oral read-
ing, nor in social adjustment, positive self-concepts, or 
in attitudes of parents toward the different reading pro-
grams. 
Another study by Alton Safford {28:266-270) was a 
survey of seven classes in grades three, four, five, and 
six in a Los Angeles school district. The classes were 
chosen on the basis of the following criteria: 
1. Individualized reading had been basic to the pro-
gram for three years. 
2. Self-selection was used. 
3. Each child read mainly to himself and partly to 
another child or teacher. 
4. Skills might or might not be taught in temporary 
groups. 
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For controls, the mean class increments were com-
pared with national and district norms after the indi-
vidual growth of each child of the seven classes were com-
puted. 
The results were unfavorable for the majority of 
the children in the experimental groups when compared 
with district and national norms; there was no significant 
difference between results achieved with superior students 
and average students; there was no significant difference 
between reading vocabulary and reading comprehension 
growth. 
In a similar study, Harold Kaar (21:174-177) took 
a group of third graders from two cities. Those in Pitts-
burg constituted the experimental group and those in 
Martinez the control group. 
The results of the study showed the control group 
exceeded the experimental group in comprehension (eight 
months to six months); they also exceeded the experimental 
group slightly (nine months to eight months) in vocabulary. 
VII. ADDITIONAL RF.SEARCH AND STUDIES 
Additional studies as summarized by Patrick Groff 
(13:258-60) (14:238-9) provided varied results when basal 
reading and individualized reading were compared with each 
other for research purposes. He noted four studies in 
which the basal group attained greater progress in total 
reading than the individualized group. 
There were, however, eleven studies which showed 
individualized readers achieving greater gains in read-
ing than the ability readers. This achievement included 
greater progress in total reading, vocabulary under-
standing, skills acquired, and the quantity of library 
books read. 
Groff also sighted five studies in which no sig-
nificant difference was found in either the ability group 
or the individualized group. Two of the studies used the 
SRA Reading Laboratory for the individualized readers, 
and one study, using a statistical analysis of the re-
sults, showed no difference between the two groups. 
As a result of these findings in the literature, 
it can be emphasized that no two studies comparing indi-
vidualized reading and basal reading agree as to the amount 
of progress each method provided. In addition to the re-
sults in progress, it can be concluded that no two studies 
agree as to which method is the best to use to provide 
greater progress in reading. The writer, therefore, 
suggested that the null hypothesis, there is no difference 
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between basal reading and individualized reading progress 
in comprehension, quantity, and word meaning, could be-
come the primary factor in conducting the following 
study. 
CHAPTER III 
GROUPS STUDIED AND ~.ATERIALS USED 
The study was conducted with a select number of 
students from two sixth grade classes with a total of 
sixty-four students. There were thirty-two students in 
each group. The groups were both taught by the same 
teacher, thus eliminating one possible variable of teacher 
personality, and teaching method. The individualized 
group was the home room class of the teacher and a sys-
tem of exchanging classes was used with another sixth 
grade instructor thereby making it possible for the basal 
group to be taught by the same teacher. While one group 
was being taught reading the other was receiving language 
arts instruction; an exchange took place between the two 
classrooms and similar instruction was being taught to 
the new class except in the case of the reading program. 
The class period each contained fifty minutes a day for 
reading and fifty minutes a day for language arts. 
Both classes met four days a week in their separ-
ate classroom; however, they were broght together each 
Friday for a combined literature period. This was the 
only time during the study both groups were given the 
same materials and teaching methods. 
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The students in the study came from varying socio-
economic backgrounds within the geographical location of 
the school. It was not the purpose of the study, however, 
to examine how the various backgrounds compared with each 
other. 
I. EQUATING THE GROUPS 
During the Spring of 1965, the sixth grade classes 
were established from the sum total of all the students 
in the fifth grades. These students were organized accord-
ing to academic ability and achievement at the end of that 
school year by the fifth grade teachers. The students 
were then distributed evenly among the sixth grade classes 
in reference to their academic achievement and sex. It 
was then assumed that each of the sixth grades were equal 
in ability; however, new sixth grade students who came 
for the beginning of classes in September of 1965, and 
during the 1965-1966 academic school year, were placed in 
a class which either needed students to balance the enroll-
ment, or placed according to random selection. The equal-
ization of the two groups by ability and sex distribution 
was rather close as the results of the study indicated. 
II. TESTS USED 
During the second week of September, the two groups 
were given the Metropolitan Achievement Test, Inter-
mediate Reading Tests, Form A, which resulted in showing 
the level of reading for each child in comprehension, 
and word meaning. The reading portion contained several 
reading selections, each followed by several questions 
designed to measure various aspects of reading compre-
hension. Included in this were the following: 
1. ability to select the main thought of a 
passage, or to judge its general significance. 
2. ability to understand the literal meaning of the 
selection or to locate information expli-
citely set forth. 
J. ability to see the relationships among ideas 
set forth in the selection and to draw correct 
inferences from the selection. 
4. ability to determine the meaning of a word from 
context or to judge from the context which 
of several possible meanings of a word is 
the appropriate one (10:3). 
The word knowledge section contained a fifty-five 
item vocabulary test. Each word to be defined was pre-
sented in a brief sentence and a choice of four answer 
words were shown, one of which would best complete or mean 
the same as the stimulus word in the sentence. 
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In October, 1965, the same two groups were admini-
stered the Lorge-Thorndike Intelligence Test, Level J, 
Form B. This test measured the verbal intelligence; the 
non-verbal intelligence of each individual in the class. 
The post-testing of both groups was done during 
the first week of June, 1966. The test administered was 
the Metropolitan Achievement Tests, Intermediate Reading 
Test, Form Cm. The same procedure was followed as was 
done in the September test Form Am, and the results of 
comprehension, and word meaning were gathered. 
III. INSTRUCTIONAL MATERIALS USED 
Ability Group 
This group was divided into three standard groups 
of fast, average, and slow readers. The fast reading 
group used throughout the school year, the Laidlaw series 
of New Horizons, book I, and New Horizons, book II. These 
two books were ranged approximately on the seventh and 
eighth grade level in reading ability. 
The average group used two series of books; one 
by the American Bool{ Company, Adventures Now and Then, 
and the Laidlaw book, ~ Horizons, book I. The first 
was a sixth grade reader and the latter was at a seventh 
grade reading level. The workbook, Adventures Now and 
~' Study~' was used as a means for written assign-
ments. 
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All three groups had a library day every two weeks 
for the purpose of checking out books and for the purpose 
of a free reading period. 
Evaluations of the ability group students were 
based on: (1) basal reading, oral reading in the group 
and reading book reports; (2) written workbook assignments; 
(3) teacher-made tests; (4) chapter tests from the book; 
(5) outside reading, quality and variety; and (6) class 
participation during group discussions. 
Individualized Group 
The only requirement of this group was that each 
pupil have a library book with him to read during the 
period set aside for reading. Each child selected his 
book by his interest, and each child kept tabulation of 
books read during the year. The group was told to read 
whatever they wanted to, but it should be on their ability 
of reading. The group had a library period every other 
week to check out books, and they had free use of the 
library during the reading period so they could check 
out books when they were finished with the ones they had. 
A number of books were also checked out by the 
teacher and placed in a convenient spot in the room so 
that students could browse, select, and read these in the 
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event the library was closed, or they finished their own 
book and had nothing else to read. A field trip to the 
local public library was arranged early in the fall so 
that the students were familiar and had access to its 
facilities. 
The class also subscribed to the Arrow Book Club, 
Scholastic Book Services, and received paper-back books 
for their personal use in the classroom. Some were 
donated to the class so the rest of the students could 
use them. 
Other materials acceptable for use in the class 
were books from the student's personal library at home, 
classroom supplementary books, and magazines given to the 
class by the school library. The magazines, however, 
were not to be used entirely for the whole period, and 
they could not count as a book read by the student. 
Reading was done for a period of fifty minutes 
each day. The students signed up for a bi-weekly conference 
with the teacher and they read orally to the teacher on 
that particular day. The student prepared a section to 
read orally, was able to tell what he read, and was to 
tell what certain words meant in the story. The teacher 
kept an annotated notebook for each child and kept a record 
of what books were read, words the child had trouble with, 
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other difficulties in reading and the grade given to the 
child at each oral conference. 
At no time were students ever grouped together 
on the basis of reading ability or difficulties. If 
time permitted, the teacher would work individually with 
students having difficulty with certain phases of reading 
at the end of the reading period. 
Evaluation of the student's reading was based on 
(1) books read, quality and variety; (2) oral book reports; 
(3) written book reports; and (4) the bi-weekly conference 
with the teacher. 
On each Friday, the ability group and individual-
ized group got together for a combined literature period. 
Many methods were used to stress the importance of liter-
ature to these classes. The teacher would sometimes 
select stories from the literary reader, Adventure Lands, 
Merrill Book Company, and read them to the groups. 
Library books were read to the class as well as poetry. 
Games were devised in reference to literature and the com-
bined classes were involved by competing against each 
other. Movies were used for their literary value and as 
a means to motivate creative writing. 
CHAPTER IV 
RESULTS OF THE STUDY 
During the month of October, 1965, the Lorge 
Thorndike Intelligence Tests, Level 3, Form B, was 
administered to the ability group and the individualized 
group as a means of thereby examining the equality of the 
two groups as assigned on the basis of ability, sex, and 
achievement during the spring of 1965. Tables I and II 
show the results of the test as well as the student's sex. 
Students have been assigned a code number for the purpose 
of identification, and the same number will be used for 
the same student throughout the results. The numbers 
were selected and students were ranked according to achieve-
ment on the basis of the reading results from the Metro-
politan Achievement Tests, Intermediate Reading Test, Form 
Am. 
The two groups, as noted in Tables I and II, show 
very little difference in the intelligence scores to make 
any considerable difference upon the results of the study. 
The range of total I.Q. for the ability group was 134 to 
87, and the range for the individualized group was 134 to 
86. Both groups achieved a mean of 107.7 total I.Q. 
Stwdent 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
31 
32 
frlean IQ 
*Ability 
TABLE I 
LORGE THORNDIKE INTELLIGENCE TEST 
STUDENT SCORES* 
Verbal Nonverbal 
Sex IQ IQ 
F 112 133 
F 128 120 
F 118 100 
F 111 113 
fY! 140 126 
fYl 113 120 
fYl 113 114 
F 130 136 
M 108 112 
F 113 117 
F 117 127 
F 111 117 
r~ 97 134 
F 123 120 
F 109 114 
fYI 112 122 
frl 108 111 
m 99 106 
IYl 103 102 
F 100 108 
F 101 97 
fl] 102 130 
F 93 86 
fll 105 94 
fYl 89 113 
ril 91 83 
F 90 102 
F 92 90 
IY1 88 109 
F 83 106 
F 87 90 
fll 97 100 
!05.7 III. o 
Group 
55 
Total 
IQ 
122 
124 
109 
112 
134 
116 
113 
133 
110 
115 
122 
114 
115 
121 
111 
117 
109 
102 
102 
104 
99 
116 
89 
99 
96 
87 
96 
91 
90 
93 
88 
98 
Io7.7 
Student 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
31 
32 
l~ean IQ 
TABLE II 
LORGE THORNDIKE INTELLIGENCE TEST 
STUDENT SCORES* 
Verbal Nonverbal 
Sex IQ IQ 
F 143 125 
F 123 127 
fYI 133 113 
F 126 119 
fYI 111 108 
fYI 102 124 
IYI 140 120 
F 121 108 
F 116 113 
fYI 104 120 
!Yi 108 98 
F 107 99 
ffj 118 113 
f\1 124 117 
fYl 100 112 
frl 97 105 
F 101 86 
fr1 94 99 
fYl 89 96 
!YI 99 112 
rn 104 127 
F 107 112 
F 92 105 
F 100 107 
F 96 101 
fl) 96 93 
iYI 93 111 
F 108 112 
F 97 106 
01 90 122 
iYI 90 97 
F 86 86 
106.7 109.5 
*Individualized Group 
Total 
IQ 
134 
125 
123 
123 
109 
113 
130 
114 
114 
112 
103 
103 
115 
120 
106 
101 
93 
96 
92 
107 
115 
109 
98 
103 
98 
94 
102 
110 
101 
106 
93 
86 
107.7 
During the second week of September, 1965, both 
groups were administered the Metropolitan Achievement 
Tests, Intermediate Reading Test, Form Am. 
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The results for the ability group, as seen in 
Tables III and IV, show the group to have a grade equiva-
lent range of 10.0+ to J.3 in reading comprehension, 
with a mean grade equivalent of 6.3 years. (Table XI) 
Students 1 and 2 are noted in reading on the 10.0+ 
grade level which is the maximum for the sixth grade on 
this test. There are eighteen students whose reading 
comprehension is below the sixth grade level, and eleven 
students whose reading comprehension is above the sixth 
grade level. 
The word knowledge results show the ability group 
to have a grade equivalent range of 9.8 years to 3.3 years 
and a mean grade equivalent range of 6.o years (Table XI). 
It should be noted that students ranked on the word know-
ledge results were not the same in ranking as on the read-
ing results. Some that were ranked high were not equal to 
their reading rate (students 5, 7, and 10). There were a 
total of seventeen students having a word knowledge grade 
equivalent below the sixth grade level, and eight students 
have a grade equivalent above the sixth grade level. 
TABLE III 
METROPOLITAN ACHIEVEMENT TESTS INTERMEDIATE 
READING TEST FORM Am ABILITY 
GROUP READING SCORES 
Student *R.S. s.s. s. 
1 37 68 9 
2 35 64 8 
3 33 62 8 
4 33 62 8 
5 33 62 8 
6 32 61 7 
7 31 59 7 
8 29 57 6 
9 28 55 6 
10 28 55 6 
11 27 54 6 
12 26 52 5 
13 26 52 5 
14 24 50 5 
15 22 48 5 
16 22 48 5 
17 21 46 4 
18 21 46 4 
19 21 46 4 
20 21 46 4 
21 18 42 4 
22 18 42 4 
23 18 42 4 
24 18 42 4 
25 17 41 3 
26 18 42 4 
27 17 41 3 
28 16 40 3 
29 16 40 3 
30 14 37 2 
31 14 37 2 
32 11 33 2 
*Abbreviations are as follows: 
R.S. = Raw Score 
S.S. = Standard Score 
s. = Stanine 
%ile G.E. 
96 10.0+ 
93 10.0+ 
90 9.7 
90 9.7 
90 9.7 
85 9.2 
82 8.7 
75 8.0 
70 7.3 
70 7.3 
65 7.1 
55 6.6 
55 6.6 
50 6.1 
40 5.7 
40 5.7 
35 5.3 
35 5.3 
35 5.3 
35 5.3 
23 4.7 
23 4.7 
23 4.7 
23 4.7 
20 4.5 
23 4.7 
20 4.5 
17 4.4 
17 4.4 
10 3.8 
10 3.8 
5 3.3 
%ile = Percentile Rank 
G.E. = Grade Equivalent 
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TABLE IV 
THE METROPOLITAN ACHIEVEMENT TESTS INTERMEDIATE 
READING TEST FORM Am 
ABILITY GROUP WORD 
KNOWLEDGE SCORES 
Student *R.S. s.s. s. ~ile G.E. 
1 45 59 7 80 8.7 
2 47 62 7 87 9.8 
3 44 58 7 77 8.3 
4 39 54 6 65 7.1 
5 35 50 5 50 6.2 
6 45 59 7 80 8.7 
7 36 51 5 55 6.4 
8 45 59 7 80 8.7 
9 40 54 6 65 7.1 
10 24 43 4 25 4.9 
11 36 51 5 55 6.4 
12 33 49 5 45 6.0 
13 27 45 4 30 5.3 
14 32 48 5 40 5.8 
15 41 55 6 70 7.4 
16 26 45 4 30 5.3 
17 33 49 5 45 6.0 
18 32 48 5 40 5.8 
19 29 46 4 35 5.5 
20 27 45 4 30 5.3 
21 38 53 6 60 6.9 
22 20 41 3 20 4.5 
23 19 41 3 20 4.5 
24 35 50 5 50 6.2 
25 23 43 4 25 4.9 
26 20 41 3 20 4.5 
27 17 39 3 15 4.2 
28 26 45 4 30 5.3 
29 17 39 3 15 4.2 
30 17 39 3 15 4.2 
31 10 33 2 5 3.3 
32 17 39 3 15 4.2 
*Abbreviations are as follows: 
R.S. = Raw Score %ile = Percentile Rank 
s.s. = Standard Score G.E. = Grade Equivalent 
s. = Stanine 
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The results of the test as presented for the indi-
vidualized group (Tables V and VI) showed this group to 
have a reading comprehension grade equivalent range of 
10.0+ years to J.O- years, and a mean of 5.9 years 
(Table XI). Students 1 and 2 of the individualized group 
are reading a maximum 10.0+ for the sixth grade tests, 
and student 32 was given a grade equivalent of J.O-, but 
the true grade equivalent could not be given because of 
being below the minimum on the scale. The individualized 
group had twenty students reading below grade level, and 
ten students reading above grade level. 
The word knowledge results showed the individualized 
group to have a grade equivalent range of 10.0+ years to 
J.J years, and a mean of 6.2 years. (Table XI, page 70) 
It should be pointed out that students 1, 2, and J are 
reading a maximum 10.0+ years, that can be shown for this 
test. There were a total of seventeen students with a 
word knowledge comprehension below, and ten students 
with a comprehension above grade level. 
Student 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
31 
32 
TABLE V 
METROPOLITAN ACHIEVEMENT TESTS INTERMEDIATE 
READING TEST FORM Am INDIVIDUALIZED 
READING SCORES 
*R.S. s.s. s. %ile 
42 76 9 98 
39 71 9 98 
30 58 7 80 
30 58 7 80 
30 58 7 80 
30 58 7 80 
29 57 6 75 
28 55 6 70 
28 55 6 70 
27 54 6 65 
26 52 5 55 
26 52 5 55 
23 49 5 45 
23 49 5 45 
23 49 5 45 
22 48 5 40 
21 46 4 35 
20 45 4 30 
19 44 4 27 
19 44 4 27 
18 42 4 23 
18 42 4 23 
16 40 3 17 
15 38 3 13 
16 40 3 17 
16 40 3 17 
15 38 3 13 
15 38 3 13 
14 37 2 10 
14 37 2 10 
11 33 2 5 
4 21 1 2 
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G.E. 
10.0+ 
10.0+ 
8.4 
8.4 
8.4 
8.4 
8.0 
7.3 
7.3 
7.1 
6.6 
6.6 
5.9 
5.9 
5.9 
5.7 
5.3 
5.1 
4.9 
4.9 
4.7 
4.7 
4.4 
4.0 
4.4 
4.4 
4.0 
4.0 
3.8 
3.8 
3.3 
3.0-
*Abbreviations are as follow: 
R.S. = Raw Score %ile = Percentile Rank 
s.s. = Standard Score G.E. = Grade Equivalent 
s. = Stanine 
TABLE VI 
METROPOLITAN ACHIEVEMENT TEST INTERMEDIATE 
READING TEST FORM Am INDIVIDUALIZED 
WORD KNOWLEDGE SCORES 
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Student *R.S. s. s. s. %ile G.E. 
1 55 80 9 98 10.0+ 
2 51 68 9 95 10.0+ 
3 49 65 8 93 10.0+ 
4 42 56 6 73 7.6 
5 42 56 6 73 7.6 
6 41 55 6 70 7.4 
7 45 59 7 80 8.7 
8 46 61 7 85 9.2 
9 44 58 7 77 8.3 
10 33 49 5 45 6.0 
11 36 51 5 55 6.4 
12 32 48 5 40 5.8 
13 39 54 6 65 7.1 
14 38 53 6 60 6.9 
15 37 52 5 57 6.6 
16 31 48 5 40 5.8 
17 33 49 5 45 6.0 
18 29 46 4 35 5.5 
19 27 45 4 30 5.3 
20 25 44 4 27 5.1 
21 27 45 4 30 5.3 
22 22 42 4 23 4.7 
23 19 41 3 20 4.5 
24 26 45 4 30 5.3 
25 30 47 4 37 5.6 
26 20 41 3 20 4.5 
27 14 37 2 10 3.8 
28 25 44 4 27 5.1 
29 25 44 4 27 5.1 
30 10 33 2 5 3.3 
31 11 34 2 7 3.4 
32 16 38 3 12 4.0 
*Abbreviations are as follows: 
R.S. = Raw Score %ile = Percentile Rank s.s. = Standard Score G.E. = Grade Equivalent s. = Stanine 
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The Metropolitan Achievement Tests, Intermediate 
Reading Test, Form Cm, was administered furing the first 
week of June, 1966, and the results are presented in 
Tables VII and VIII, following. for the ability group. 
The reading comprehension range for the ability 
group was 10.0+ years to 4.2 years with a mean of 7.2 
years (Table XI, page 70). 
Students 1, 2, 5, 6, 7, 11, and 12 are ranked 10.0+ which 
is the maximum grade equivalent for the test. The most 
noticeable gains for reading comprehension were students 
12, 3.4 years; 24, 3.7 years; 11, 2.9 years; 16, 2.7 years; 
and 32, 2.2 years. Students which lost growth were 4, 1.3 
years; 9, 1.0 years; and 15, 1.0 years. There were four 
students (1, 2, 3 and 8) which stayed the same. The 
results also pointed out that ten students were below grade 
level in reading comprehension at the end of the study. 
Student 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
31 
32 
TABLE VII 
METROPOLITAN ACHIEVEMENT TESTS INTERMEDIATE 
READING TEST FORM Cm ABILITY GROUP 
READING COMPREHENSION SCORES 
*R.S. s.s. s. ~ile 
39 66 8 90 
40 68 8 93 
37 62 7 83 
34 58 6 73 
43 76 9 98 
39 66 8 90 
39 66 8 90 
33 57 6 70 
27 51 5 45 
29 53 5 55 
38 64 7 87 
40 68 8 93 
34 58 6 73 
31 55 6 60 
19 42 3 18 
34 58 6 73 
31 55 6 60 
26 50 5 43 
28 52 5 50 
26 50 5 43 
28 52 5 50 
26 50 5 43 
16 39 3 13 
34 58 6 73 
20 44 3 20 
20 44 3 23 
22 46 4 28 
23 47 4 30 
19 42 3 18 
18 41 3 15 
22 46 4 28 
23 47 4 30 
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G.E. 
10.0+ 
10.0+ 
9.7 
8.4 
10.0+ 
10.0+ 
10.0+ 
8.0 
6.3 
6.8 
10.0+ 
10.0+ 
8.4 
7.3 
4.7 
8.4 
7.3 
6.1 
6.6 
6.1 
6.6 
6.1 
4.2 
8.4 
4.5 
4.9 
5.3 
5.5 
4.7 
4.5 
5.3 
5.5 
*Abbreviations are as follows: 
R.S. = Raw Score %ile = Percentile Rank 
s.s. = Standard Score G.E. = Grade Equivalent 
s. = Stanine 
Student 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
31 
32 
TABLE VIII 
METROPOLITAN ACHIEVEMENT TEST INTERMEDIATE 
READING TEST FORM Cm ABILITY GROUP 
WORD KNOWLEDGE SCORES 
*R.S. s.s. s. %ile 
52 71 9 97 
50 66 8 91 
47 62 7 83 
48 63 7 85 
52 71 9 97 
51 68 8 95 
45 59 7 75 
54 77 9 98 
48 63 7 85 
42 56 6 65 
50 66 8 91 
43 57 6 70 
37 52 5 50 
39 54 6 60 
48 63 7 85 
31 48 4 35 
46 61 7 80 
43 57 6 70 
37 52 5 50 
46 61 7 80 
41 55 6 63 
34 50 5 45 
30 47 4 33 
45 59 7 75 
40 54 6 60 
42 56 6 65 
29 46 4 30 
38 53 5 55 
29 46 4 30 
28 46 4 30 
15 38 2 8 
30 47 4 33 
*Abbreviations are as follows: 
R.S. =Raw Score %ile :Percentile Rank 
S.S. :STANDARD SCORE G.E. :Grade Equivalent 
S. :Stanine 
G.E. 
10.0+ 
10.0+ 
9.8 
10.0+ 
10.0+ 
10.0+ 
8.7 
10.0+ 
10.0+ 
7.6 
10.0+ 
7.9 
6.6 
7.1 
10.0+ 
5.8 
9.2 
7.9 
6.6 
9.2 
7.4 
6.2 
5.6 
8.7 
7.1 
7.6 
5.5 
6.9 
5.5 
5.5 
4.0 
5.6 
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The word knowledge results for the ability group 
show a grade equivalent range of 10.0+ years to 4.o years, 
with a mean of 7.9 years (Table XI, page 70). 
Nine students (1, 2, 4, 5, 6, 8, 9, 11, and 15) have a 
grade equivalent of 10.0+ years which is maximum for 
this test. The most noticeable gains in word knowledge 
were students 20, 3.9 years; 5, 3.8 years; 11, 3.6 years; 
17, 3.2 years; and 26, 3.1 years. There were not any 
students who stayed the same or lost in this last test. 
Seven students were below grade level at the end of the 
study. 
The results of the test for the individualized 
group (Form Cm) presented in Tables IX and X show a 
reading comprehension range of 10.0+ years to 3.3 years, 
with a mean of 7.2 years (Table XI, page 70) 
Five students (1, 2, 3, 4, and 8) have a grade equivalent 
of 10.0+ years which is maximum for this test. The notice-
able gains in this group were students 13, 3.6 years; 29, 
2.5 years; 15, 2.8 years; 8, 2.7 years; and 10, 11, and 14, 
2.1 years. There was only one student who lost progress 
in reading comprehension (12, 0.5 years), and four students 
had no progress at all (1, 2, 5, 6). Thirteen students 
were reading below grade level at the end of the study. 
Student 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
31 
32 
TABLE IX 
METROPOLITAN ACHIEVEMENT TEST INTERMEDIATE 
READING TEST FORM Cm INDIVIDUALIZED 
READING SCORES 
*R.S. s.s. s. ~ile 
43 76 9 98 
42 72 9 98 
41 70 9 95 
40 68 8 93 
34 58 6 73 
34 58 6 73 
34 58 6 73 
39 66 8 90 
33 57 6 70 
36 61 7 80 
35 59 7 75 
26 so 5 43 
37 62 7 83 
33 57 6 70 
35 59 7 75 
32 56 6 65 
30 54 5 58 
24 48 4 35 
24 48 4 35 
24 48 4 35 
28 52 5 50 
25 49 5 40 
23 47 4 30 
25 49 5 40 
21 45 4 25 
20 44 3 23 
22 46 4 28 
22 46 4 28 
27 51 5 45 
23 47 4 30 
16 39 3 13 
11 33 1 3 
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G.E. 
10.0+ 
10.0+ 
10.0+ 
10.0+ 
8.4 
8.4 
8.4 
10.0+ 
0.0 
9.2 
8.7 
6.1 
9.7 
8.o 
8.7 
7.7 
7.1 
5.7 
5.7 
5.7 
6.6 
5.9 
5.5 
5.9 
s.1 
4.9 
5.3 
5.3 
6.3 
5.5 
4.2 
3.3 
*Abbreviations are as follows: 
R.S. = Raw Score %ile = Percentile Rank s.s. = Standard Score G.E. = Grade Equivalent s. = Stanine 
TABLE X 
METROPOLITAN ACHIEVEMENT TEST INTERMEDIATE 
READING TEST FORM Cm INDIVIDUALIZED 
WORD KNOWLEDGE SCORES 
Student *R.S. s.s. s. %ile 
1 54 77 g 98 
2 50 66 8 91 
3 51 68 8 95 
4 51 68 8 95 
5 52 71 9 97 
6 47 62 7 83 
7 53 74 9 98 
8 52 71 9 97 
g 47 62 7 83 
10 45 59 7 75 
11 47 62 7 83 
12 40 54 6 60 
13 48 63 7 85 
14 47 62 7 83 
15 43 57 6 70 
16 40 54 6 60 
17 40 54 6 60 
18 34 50 5 45 
19 34 50 5 45 
20 39 54 6 60 
21 33 49 5 40 
22 37 52 5 50 
23 29 46 4 30 
24 39 54 6 60 
25 36 51 5 48 
26 31 48 4 35 
27 32 48 4 35 
28 38 53 5 55 
29 39 54 6 60 
30 19 41 3 15 
31 20 41 3 15 
32 29 46 4 30 
*Abbreviations are as follows: 
R.s. = Raw Score %ile = Percentile Rank 
68 
G.E. 
10.0+ 
10.0+ 
10.0+ 
10.0+ 
10.0+ 
9.8 
10.0+ 
10.0+ 
9.8 
8.7 
9.8 
7.1 
10.0+ 
9.8 
7.9 
7.1 
7.1 
6.2 
6.2 
7.1 
6.0 
6.6 
5.5 
7.1 
6.4 
5.8 
5.8 
6.9 
7.1 
4.5 
4.5 
5.5 
s.s. = Standard Score G.E. = Grade Equivalent s. = Stanine 
The results of the word knowledge test, Table 
X, page 68, show a grade equivalent range of 10.0+ years 
to 4.5 years, with a mean of 7.8 years (Table XI, page 
70). Eight students (1, 2, 3, 4, 5, 7, 8, and 13) were 
ranked at the maximum grade level of 10.0+. The greatest 
gains for the individualized group were students 11, 3.4 
years; 13, 2.9 years; 14, 2.9 years; and 10, 2.7 years. 
There were no students who lost progress, and only three 
students (1, 2, 3,) did not show any gain. At the end 
of the study only six students were reading below grade 
level. 
I. COMPARISON BY TOTAL GROUPS 
Table XI, on the following page, presents the 
mean and difference between the two groups and the two 
forms of the tests taken. The mean reading grade equiva-
lent for the ability group, test Am, was 6.; years as 
compared to 5.9 years for the individualized group. The 
mean for the ability group, test Cm, was 7.2 years as 
compared to 7.2 for the individualized group. The total 
gain in reading progress favored the individualized group, 
l.J years, as compared to the basal group, 0.9 years. 
TABLE XI 
COMPARISON OF MEANS AND DIFFERENCES 
BETWEEN ABILITY AND INDIVIDUALIZED GROUPS 
FOR READING COMPREHENSION AND WORD KNOWLEDGE 
---------------------------------------------------------------------------------------------
Test Am 
Reading R.S.* s.s. s. 
AG 23.3 49.l 4.9 
IR 22.1 47.6 4.7 
Word 
Knowledge 
AG 30.5 47.9 4.7 
IR 32.5 49.6 4.9 
*Abbreviations are as follows: 
R.S. = Raw Score 
S.S. = Standard Score 
S. = Stanine 
%ile = Percentile rank 
G.E. = Grade Equivalent 
%ile G.E. 
46.9 6.3 
42.6 5.9 
42.9 6.0 
46.6 6.2 
Test Cm 
R.S. S.S. s. %ile 
29.3 54.1 5.4 55.0 
29.3 54.1 5.4 54.4 
40.9 57.0 6.1 64.7 
40.5 56.9 6.1 63.6 
G.E. 
7.2 
7.2 
7.9 
7.8 
G.E. 
Gain 
0.9 
1.3 
1. 9 
1. 5 
-..J 
0 
The results of the application of the t-tests for 
the ability group and the individualized group raw score 
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means in reading comprehension, form Am, are presented in 
Table XII below. 
TABLE XII 
MEAN DIFFERENCES OF ABILITY GROUP AND 
INDIVIDUALIZED GROUP RAW SCORES 
IN READING COMPREHENSION, 
FORM Am 
Obtained 00m 0Dm Obtained Required Grou:e N Means t t 
AG 32 23.28 6.93 1.22 .05=2.00 
1.86 .64 
IR 22 22.02 z.24 1.40 
As shown in Table XII, the differences between the 
means of the two groups were not found to be statistically 
significant at the .05 level of confidence. 
The results of the application of the t-tests for 
the ability group and the individualized group raw score 
means in reading comprehension, form Cm, are presented 
in Table XIII, on the following page. 
TABLE XIII 
MEAN DIFFERENCES OF ABILITY GROUP AND 
INDIVIDUALIZED GROUP RAW SCORES IN 
READING COMPREHENSION, FORM Cm 
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Obtained Obtained Required 
0 om ODm GrouE N Means t t 
AG 32 29.31 7.62 1.35 .05=2.00 
1.93 .02 
IR ~2 29.34 7.81 l.J8 
As shown in Table XIII, the differences between 
the means of the two groups were not found to be statis-
tically significant at the .05 level of confidence. 
The word knowledge section shows the mean, Test Am, 
for the ability group resulting in a grade equivalent of 
6.o years as compared to 6.2 years for the individualized 
group. Test Cm resulted in an ability group mean of 7.9 
years in comparison to 7.8 years for the individualized 
group. The total gain over the year in word knowledge 
resulted in the ability group achieving 1.9 years as com-
pared to 1.5 years for the individualized group. 
The results of the application of the t-tests for 
the ability and the individualized groups' raw secre 
means in word knowledge, form Am, are presented in Table 
XIV on the following page. 
TABLE XIV 
MEAN DIFF'ERENCES OF ABILITY GROUP AND 
INDIVIDUALIZED GROUP RAW SCORES IN 
WORD KNOWLEDGE, FORM Am 
73 
6btained 
Means um UDm 
Obtained Required 
Group N t t 
__ .._ __ ,"_ 
AG 32 30.47 10.10 1.78 .05=2 .oo 
2.71 .75 
32 22.50 11.53 2.Q4_ --
""'c>• .. 
As shown in Table XIV, the differences between 
the means of the two groups were not found to be statis-
tically significant at the .05 level of confidence. 
The results of the application of the t-tests for 
the ability group and the individualized group raw score 
means in word knowledge, form Cm, are presented in Table 
XV, on the following page. 
TABLE XV 
MEAN DIFFERENCES OF ABILITY GROUP AND 
INDIVIDUALIZED GROUP RAW SCORES IN 
WORD KNOWLEDGE, FORM Cm 
74 
Obtained G om ~~ Obtained Required GrouE N Means t t 
AG )2 40.94 8.94 1.58 .05=2.00 
5.09 .86 
IR 32 40.50 9.11 1.16 
As shown in Table XV, the differences between the 
means of the two groups were not found to be statistically 
significant at the .05 level of confidence. 
II. COMPARISONS BY SEX 
Table XVI, located on page 75, shows the mean and 
difference between the boys and girls of the two groups. The 
results of the reading comprehension test, Form Am, showed 
the ability group boys achieving an average grade equivalent 
of 6.o years as compared to 5.9 years for the individualized 
boys• group. Test Cm resulted in a grade equivalent for the 
ability group boys of 7.2 years, and 7.4 years for the 
individualized group boys. There was a total average gain 
of 1.2 years for the ability boys as compared to 1.5 years 
for the individualized boys. 
TABLE XVI 
COMPARISON OF MEANS AND DIFFERENCES 
BETWEEN BOYS AND GIRLS FOR READING COMPREHENSION 
AND WORD KNOWLEDGE IN BOTH GROUPS 
---------------------------------------------------------------------------------------------
Test Arn Test Cm G.E. 
Reading R.S.* S.S. s. %ile G.E. R.S. S.S. s. %ile G.E. GAIN 
AG boys 22.2 47.7 4.7 42.5 6.0 29.5 54.5 5.5 55.5 7.2 1.2 
IR boys 21.9 47.4 4.7 42.3 5.9 29.6 54.7 5.5 55.7 7.4 1.5 
A~ girls 24.2 50.4 5.2 50.7 6.6 29.1 53.9 5.3 54.5 7.2 0.6 
IR girls 22.3 47.8 4.7 42.9 5.9 29.0 53.7 5.3 54.3 7.0 1.1 
Word 
Knowled e 
AG boys 29.0 46.7 4.4 38.3 5.7 40.7 56.2 6.0 63.0 8.1 2.4 
IR boys 31. 7 48.7 4.5 43.9 5.9 39.5 56.l 5.9 61. 7 7.7 1.8 
AG girls 32.0 49.l 5.0 47.5 6.3 41.1 57.7 6.Q 65.5 7.8 1. 8 
IR girls 33.3 51.5 5.3 49.3 6.5 41.5 57.8 6.3 66.4 7.9 1.4 
---------------------------------------------------------------------------------------------
*Abbreviations are as follows: 
R. S. = Raw Score 
S.S. = Standard Score 
S. = Stanine 
%ile = Percentile Rank 
G.E. = Grade Equivalent 
...._;} 
\..!\ 
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The results of the application of the t-tests for 
the boys• ability group and the boys' individualized group 
raw score means in reading comprehension, form Am, are 
presented in Table XVII below: 
TABLE XVII 
MEAN DIFFERENCES OF BOYS' ABILITY GROUP 
AND BOYS' INDIVIDUALIZED GROUP RAW 
SCORES IN READING COMPREHENSION, 
FORM Am 
Group 
& Sex 
Obtained 
N Means UDm 
Obtained Required 
t t 
AG Boys 15 
IR Boys 18 
22.20 
21.94 
6.25 1.61 
5.83 1.38 
.05=2.04 
2 .12 .12 
As shown in Table XVII, the differences between the 
means of the two groups were not found to be statistically 
significant at the .05 level of confidence. 
The results of the application of the t-tests for 
the boys' ability group and the boys' individualized group 
raw score means in reading comprehension, form Cm, are pre-
sented in Table XVIII, on the following page. 
TABLE XVIII 
MEAN DIFFERENCES OF BOYS'ABILITY GROUP 
AND BOYS' INDIVIDUALIZED GROUP RAW 
SCORES IN READING COMPREHENSION, 
FORM Cm 
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Group Obtained () um 
Obtained Required 
ODm & Sex N Means t t 
AG Boys 15 29.53 7.28 1.88 .05=2 .o4 
2.48 .01 
IR Bo;rs 18 22.~6 6.86 l.6J 
As shown in Table XVIII, the differences between 
the means of the two groups were not found to be statistically 
significant at the .05 level of confidence. 
The girls' results for reading, Form Am, showed the 
ability group achieving 6.6 years, compared to 5.9 years for 
the individualized group. Test Cm resulted in a mean of 
7.2 years for the ability girls as compared to 7.0 years 
for the individualized girls. This was a total gain for the 
year of o.6 years for the ability girls, and 1.1 years for 
the individualized girls. 
The results of the application of t-tests for the 
girls' ability group and the girls' individualized group 
raw score means in reading comprehension, form Am, are pre-
sented in Table XIX on the following page. 
TABLE XIX 
MEAN DIFFERENCES OF GIRLS' ABILITY GROUP 
AND GIRLS' INDIVIDUALIZED GROUP RAW 
SCORES IN READING COMPREHENSION, 
FORM Am 
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Group Obtained () om GDm Obtained Required & Sex N Means t t 
AG Girls 17 24.24 7.28 1.77 .05=2.04 
1.02 1..91 
IR II 14 22.29 10.05 0.27 
As shown in Table XIX, the differences between the 
means of the two groups were not found to be statistically 
significant at the .05 level of confidence. 
The results of the application of t-tests for the 
girls' ability group and the girls' individualized group 
raw score means in reading comprehension, form Cm, are 
presented in Table XX on the following page. 
TABLE XX 
MEAN DIFFERENCES OF GIRLS' ABILITY GROUP 
AND GIRLS' INDIVIDUALIZED GROUP RAW 
SCORES IN READING COMPREHENSION, 
FORM Cm 
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Group 
& Sex 
Obtained 
Means U Um ODm 
Obtained Required 
N 
AG Girls 17 
IR Girls 14 
7.94 1.93 
8.00 2.14 
t t 
.05=2.04 
2.88 .02 
As shown in Table XX, the differences between the 
means of the two groups were not found to be statistically 
significant at the .05 level of confidence. 
The word knowledge results for the boys showed a 
mean for test Am of 5.7 years for the ability group, and 
5.9 years for the individualized group. Test Cm resulted 
in 8.1 years for the ability group and 7.7 years for the 
individualized group. The total gain in word knowledge for 
the ability group was 2.4 years as compared to 1.8 years for 
the individualized group. 
The results of the application of the t-tests for 
the boys' ability group and the boys• individualized group 
raw score means in word knowledge, form Am, are presented in 
Table XXI on the following page. 
Group 
& Sex 
AG Boys 
IR Boys 
TABLE XXI 
MEAN DIFFERENCES OF BOYS' ABILITY GROUP 
AND BOYS' INDIVIDUALIZED GROUP RAW 
SCORES IN WORD KNOWLEDGE, 
FORM Am 
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Obtained 
6Dm 
Obtained Required 
~m N Means Q: t t 
15 29.00 s.25 2.13 .05=2.04 
3.39 .53 
18 30.78 11.18 2.64 
As shown in Table XXI, the differences between the 
means of the two groups were not found to be statistically 
significant at the .05 level of confidence. 
The results of the application of the t-tests for 
the boys• ability group and the boys• individualized group 
raw score means in word knowledge, form cm, are presented in 
Table XXII on the following page. 
Group 
& Sex 
AG Boys 
IR Bo~s 
TABLE XXII 
MEAN DIFFERENCES OF BOYS' ABILITY GROUP AND 
BOYS' INDIVIDUALIZED GROUP RAW SCORES 
IN WORD KNOWLEDGE, FORM Cm 
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Obtained Obtained Required 
6 um o~ N Means t t 
15 40.67 7.21 1.86 .05=2.04 
3.01 .32 
18 J2.z2 10.00 2.36 
As shown in TableXXII, the differences between the 
means of the two groups were not found to be statistically 
significant at the .05 level of confidence. 
The results of Form Am for the girls in word know-
ledge shows the ability group achieving a mean of 6.3 years 
as compared to 6.5 years for the individualized group. 
Form Cm resulted in a mean of 7.8 years for the ability 
group and 7.9 years for the individualized group. The total 
gain showed the ability group achieving an average of 1.8 
years in comparison to 1.4 years for the individualized 
group. 
The results of the application of t-tests for the 
girls' ability group and the girls' individualized group raw 
score means in word knowledge, form Am, are presented in 
Table XXIII on the following page. 
TABLE XXIII 
MEAN DIFFERENCES OF GIRLS' ABILITY GROUP AND 
GIRLS' INDIVIDUALIZED GROUP RAW 
SCORES IN WORD KNOWLEDGE, 
FORM Am 
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Group Obtained () 0Dm 
Obtained Required 
om & Sex N Means t t 
AG Girls 17 31.76 11.18 2.71 .05=2.04 
4.13 .37 
IR Girls 14 33.29 11.87 J.17 
As shown in Table XXIII, the differences between the 
means of the two groups were not found to be statistically 
significant at the .05 level of confidence. 
The results of the application of t-tests for the 
girls' ability group and the girls' individualized group 
raw score means in word knowledge, form Cm, are presented 
in Table XXIV on the following page. 
Group 
& Sex 
AG Girls 
IR Girls 
SJ 
TABLE XXIV 
MEAN DIFFERENCES OF GIRLS' ABILITY GROUP AND 
GIHLS' INDIVIDUALIZED GROUP RAW SCORES 
IN WORD KNOWLEDGE, FORM Cm 
Obtained G G"m UDm Obtained Required N Means t t 
17 41.18 9.06 2.20 .05=2.04 
J.OJ .11 
14 41.20 z.s1 2.02 
As shotm in Table XXIV, the differences between the 
means of the two groups were not found to be statistically 
significant at the .05 level of confidence. 
III. COMPARISON BY ABILI'PY GROUPS 
In the comparison of the ability groups, no statis-
tical comparisonswere conducted. Such a statistical com-
parison was impossible since there were no comparable 
ability groups in the individualized classroom. However, 
from the data available, the following conclusions were 
drawn: 
The mean grade equivalent difference between the 
fast, average, and slow readers (Table XXV, page 85) resulted 
in the indiviC.ualized fast readers achieving 0.7 years in 
reading comprehension as compared to 0.1 years for the 
ability group fast readers; however, the ability group 
achieved 1.8 years in word knowledge as compared to 1.1 
years for the individualized group. 
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The average readers in reading comprehension re-
sulted in a gain of 1.5 years for the individualized group, 
and 1.1 years for the ability group. However, again, the 
ability group gained 1.9 years compared to 1.7 years for 
the individualized group in word knowledge. 
The slow readers, in reading comprehension, resulted 
in the ability group gaining 1.5 years to 1.3 years for the 
individualized group. The results reversed themselves here 
also in that the individualized group achieved 1.4 years in 
word knowledge as compared to 1.1 years for the ability 
group. 
The greatest, over-all gain of any group in reading 
comprehension was the average individualized group and the 
slow ability group achieving 1.5 years. In word knowledge, 
the most achievement was noted in the average ability group 
who gained 1.9 years. 
Reading 
AG I* 
IR I 
AG II* 
IR II 
AG III* 
IR III 
Word 
Knowledge 
AG I 
IR I 
AG II 
IR II 
AG III 
IR III 
R.S.# 
32.9 
32.8 
21.9 
20.7 
13.0 
10.8 
42.0 
46.4 
28.3 
30.1 
14.3 
15.5 
TABLE XXV 
COMPARISON OF MEANS AND DIFFERENCES 
BETWEEN FAST, AVERAGE, AND SLOW READERS 
FOR READING COMPREHENSION AND WORD KNOWLEDGE 
Test Am 
S.S. S. 
62.3 8.3 
61.9 7.4 
42.2 4.3 
40.9 4.2 
35.7 2.0 
32.0 1.8 
56.5 6.4 
62.7 7.3 
46.2 4.3 
47.6 4.6 
37.0 2.7 
37.3 2.8 
%ile 
87.5 
84.4 
36.9 
33.3 
8.3 
1. 8 
71. 8 
83.2 
35.5 
40.8 
11. 7 
12.8 
G.E. 
9.4 
8.8 
5.5 
5.4 
3.6 
3.5 
8.0 
8.8 
5.6 
5.8 
3.9 
4.0 
R.S. 
38.0 
38.3 
27.2 
28.3 
21.0 
19.3 
49.9 
51.1 
35.1 
34.8 
24.3 
26.8 
Test Cm 
S.S. S. 
63.9 7.5 
65.7 7.6 
45.3 4.9 
47.2 5.2 
44.7 3.7 
42.5 3.3 
67.2 8.0 
69.4 8.3 
55.0 5.8 
54.9 5.8 
43.3 3.3 
45.5 4.0 
%ile 
85.8 
86.1 
47.7 
51.3 
24.3 
22.8 
90.2 
95.3 
60.8 
59.9 
23.3 
30.0 
G.E. 
9.5 
9.5 
6.6 
6.9 
5.1 
4.8 
9.8 
9.9+ 
7.5 
7.5 
5.0 
5.4 
#Abbreviations are as follows: *Numbers represent the following: 
R.S. = Raw Score 
S.S. = Standard Score 
s. = Stanine 
%ile = Percentile Rank 
G.E. = Grade Equivalent 
I = Fast Readers 
II = Average Readers 
III = Slow Readers 
G.E. 
Gain 
0.1 
0.7 
1.1 
1.5 
1. 5 
1. 3 
1. 8 
1.1 
1.9 
1. 7 
1.1 
1. 4 
co 
\J\ 
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Table XXVI, located on the following page, compares 
the total number of library and supplementary boolrn read 
for the year. The average number read by the ability group 
was 51 books. There was a range of 103 to 9 books read. 
The individualized group read an average of 62.6 books for 
the year, with a range of 230 to 21 books read. It is noted 
that the fast readers in both groups read the greater 
number of books. 
As a result of the tests, the individualized group 
gained a greater number of years in reading comprehension 
than the ability group; however, the ability group gained 
more years in word knowledge in comparison to the indi-
vidualized readers. The rate or number of books read by 
either group resulted in the individualized readers 
reading eleven more books on the average than the ability 
group. 
Student 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
31 
32 
mean 
TABLE XXVI 
COMPARISON OF TOTAL READING AND 
SUPPLEMENTARY BOOKS READ BY 
ABILITY AND INDIVIDUALIZED 
GROUPS 
Ability Group Individualized 
Books Read Student 
101 1 
59 2 
76 3 
89 4 
9 5 
34 6 
55 7 
103 8 
22 9 
53 10 
38 11 
23 12 
51 13 
93 14 
44 15 
57 16 
51 17 
40 18 
15 19 
26 20 
70 21 
55 22 
98 23 
19 24 
13 25 
35 26 
51 27 
29 28 
59 29 
47 30 
20 31 
34 32 
51.0 
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Group 
Books Read 
230 
91 
98 
96 
52 
64 
58 
121 
140 
34 
48 
73 
64 
30 
47 
49 
35 
49 
21 
33 
37 
54 
36 
46 
30 
101 
51 
32 
37 
22 
49 
80 
62.6 
CHAPTER V 
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
I. SUMMARY 
The intent of this study was to test the null 
hypothesis that there was not any difference between 
ability grouping, and individualized reading for progress 
in comprehension, rate, and word meaning. 
While reviewing the literature, the author noted 
that both basal reading and individualized instruction had 
been a part of our educational system from the very begin-
ning of our country. Various authors advocated many advan-
tages and disadvantages of using either method for the 
teaching of reading. As a further note, the writer found 
a variety of studies that were conducted, using both methods 
as a comparison, but no two studies agreed as to which tech-
nique would best facilitate the teaching of reading. 
This study was conducted over a period of one school 
year, September, 1955, to June, 1966. Equating the groups 
was done by the administration and teacher distribution 
from the previous year. Both groups were administered the 
Lorge Thorndike Intelligence Test, Level 3, Form B, to 
further the means of equating the groups. The basis for 
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progress in comprehension, and word meaning was derived by 
means of administering the Metropolitan Achievement Tests, 
Intermediate Reading Test, Form Am, in September, and Form 
Cm in June. 
II. CONCLUSIONS 
The results of the intelligence test showed that 
both groups attained the same mean total I.Q. (107.7), 
thus indicating the equality of the two groups for intelli-
gence. 
Results from the achievement tests and reading lists 
clearly indicated that the individualized group achieved 
more in comprehension and quantity of reading than the 
ability group; however, the latter progressed more in word 
knowledge than the former. 
The differences in progress between the boys and 
girls of either group indicated a greater gain by the 
individualized boys and girls in reading comprehension; 
nevertheless, the ability group boys and girls progressed 
more in word knowledge. 
The fast, average, and slow reader~ results pointed 
out a greater gain for the fast and average individualized 
readers, and ability groups' slow readers in reading compre-
hension, while the fast and average ability group and the 
slow individualized readers achieved more in word know-
ledge. 
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On the basis of the statistical analysis, it was 
concluded that the null hypothesis, there are no differences 
between basal reading and individualized reading progress 
in comprehension, quantity of reading, and word meaning, 
was accepted. However, there could be a very slight 
significance of greater progress by the individualized 
readers over the basal group if the quantity of reading 
were taken into consideration as an equal determining 
factor. 
In contrast to the other studies noted in the second 
chapter, Review of Literature, the results of this study 
were equal to the conclusions of the studies previously 
indicated. This would suggest the positive significance 
of the results for this particular study. 
A greater number of books were read by the indi-
vidualized group. This should only be logical because 
this group would have a significantly larger amount of time 
in which to do library reading, since this was their basic 
program. 
I II. RECOMMENDATIONS 
Upon completion of the study, the writer would 
suggest these recommendations for further research: 
(1) this type of program be directed over a longer 
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period of time, such as two to three years; (2) include a 
group which uses both basal and individualized reading as 
its reading program; (3) elimi.nate the two groups meeting 
one day a week as combined classes; (4) administer an 
achievement test which would accomodate all reading levels, 
even students reading far beyond or below the sixth grade 
level; (5) use a wide variety and level of basal readers, 
trying not to have one group move into a book used by a 
higher group; (6) promote small groups within the indi-
vidualized program to help students with similar diffi-
culties in reading, especially the slower readers; and 
(7) continue to have the same teacher instruct all the 
groups in the reading program. 
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